_____________________________________________________________________________ behavior in students (Association of American Colleges and Universities, 2008) . Additionally, institutions of higher education have been transitioning from curricular outcomes that are primarily technical/rational-based to outcomes that are based on dynamic, complex perceived experiences that are now commonly encountered by professionals (Lester, 1995) . And this curricular shift has necessitated corresponding adjustments to instructional approaches for teaching pre-professionals, including an emphasis on instilling values-based professional behavior in students in order to prepare them better for the work force (Lester, 1995) . However, a complete transition to these types of curricular outcomes and a substantive emphasis on the development of professional behaviors in students have yet to be realized fully in many institutions of higher education.
This apparent lack of attention to the professional behavior of students might be the result of disagreement between academic administrators, educators, and student affairs personnel regarding who should take responsibility to instill students with core professional values and how professional behavior can or should be taught to students (Phelps, 2006; Cruess & Cruess, 2006) . Or, it might be that making improvements to educational processes in this domain tend to be a complex and arduous task (Harper & Quaye, 2009 ). Regardless, concerted and collaborative efforts are needed to institute this type of curricular change (Lester, 1995; 1999) , and these efforts depend largely on the assumptions and beliefs that faculty members (who teach in these professional programs) hold related to their role in such work. Thus as a preliminary step in implementing curricular changes aimed at helping students develop professional behaviors, this article examines faculty perceptions of their role in such work-specifically their assumptions regarding who should have such a responsibility and how such work should be carried out in classrooms.
Theoretical Framework
rofessional behavior is a thorny concept that is difficult to define and assess (Arnold, 2002; Rike & Sharp, 2008) due to the many facets and synonyms of professional behavior across professional disciplines (Cruess, Cruess, & Steinert, 2008) . For the purpose of this article, we characterize professional behavior as the attitudes, values, and beliefs demonstrated through both verbal and non-verbal behaviors as one interacts with other people (National Council for Accreditation of Teacher Education [NCATE], 2008) . Such behaviors include being honest, ethical, caring, responsible, and supportive of learning and development. In addition, professional behaviors involve aspects of being competent, committed, confident, altruistic, trustworthy, selfregulatory, responsible to society and a profession, and able to work as a team member (Cruess et al., 2008) .
Given the ill-formed nature of the construct itself, teaching students to act in a professional manner is perhaps even more complex (Cruess & Cruess, 2006; Yost, 1997) . Presumably, this type of education includes much more than a lecture on or review of the ethical standards of professional organizations, such as NCATE or National Society of Professional Engineers (NSPE). The development of professional behavior in students includes attending to many aspects of learning including attitudes, beliefs, and values (Fink, 2003a) . According to Fink (2003a) educators need to foster three overarching values as they develop personally and professionally. These key issues include the enrichment of students' philosophy of life, the ability to contribute to the community, and preparation for the working world and their personal lives. This enhancement can be done by providing significant learning opportunities that assist students in developing the skills and knowledge needed to be successful. In addition, significant learning opportunities support students' development of the attitudes needed in order to work effectively in the professional field. P Fink (2003a) asserts that preparing students for professional life is multifaceted and includes teaching information and ideas. However, education needs to involve going beyond teaching course content in a lecture format. Students need to be able to apply knowledge, learn how to learn, develop caring behaviors and attitudes, and integrate knowledge. In addition, professional education includes many areas of instruction with one being the "human dimension." In facilitating this instruction, educators need to work with students to foster leadership skills, build character, promote student self-authorship, enhance multicultural understanding, improve teamwork skills, enhance citizenship skills, improve service to others, and increase environmental ethics. Creation of significant learning experiences for students also promotes growth in these areas. Fink (2003a) suggests that faculty members need to work collaboratively with other educators and administrators in the creation of significant learning experiences and thus the promotion of student development. Academic peers provide emotional support and expertise while administrators make resources available, provide encouragement, and bestow recognition on faculty members for incorporating significant learning activities into coursework. Plus administrators are instrumental in policy development that supports faculty members in creating meaningful student experiences. As a guide for data analysis in this article, Fink's work provides a foundational understanding for how educators and administrators influence significant learning experiences and how they play an integral part in the growth of student professionalism.
Review of Literature
any qualitative and quantitative studies have been conducted in the area of professional behavior, including teacher dispositions (Arnold, 2002; Villegas, 2007) . Numerous projects have focused on college students in terms of how to measure their professional behavior and how they make choices to act professionally, indicating that many variables affect student professional behavior (Cruess & Cress, 2006) . For example, students' age, gender, and level of moral development have been shown to affect students' actions (Bennett, 2005 : Cummings, Dyas, Massux, & Kochman, 2001 ). In addition, individual cognition and environmental factors have been found to influence students' decisions (Pulvers & Dierkhoof, 1999) . Few investigations have examined faculty members and their role in the development of student professionalism (Flint, Clegg, & MacDonald, 2006) .
One ongoing controversy has been whether faculty members can make a difference in their students' behavior. Dean and Beggs (2006) conducted research on beliefs of business professors. They found the majority of business faculty members believed that they had little or no influence on the way that students behaved in the work place. On the other hand, studies have also shown that students' behavior is not necessarily immutable (Kuh, Kinzie, Schuh, & Whitt, 2005) and that in many areas of professional and ethical behavior, such as academic cheating, educators have had an influence on students' behaviors (Bennett, 2005; McCabe, Trevino, & Butterfield, 2001 ). Furthermore, research findings have indicated that faculty members and administrators can influence student actions given certain contextual factors related to administrative support. For example, a study performed by Simon et al. (2003) found an association between faculty members' beliefs, perceptions of administrators, and student behavior. In this study, educators were surveyed about a variety of beliefs including administrator support. The survey results suggested that administrative support along with certain policies and procedures played a part in faculty members' perceptions of student honesty and in faculty members' reactions to various student behaviors.
Whether or not faculty members can help students develop professional behaviors, there is a prevalent perception in the literature that faculty act as exemplars of professional behavior.
M _____________________________________________________________________________
Numerous studies suggest students have acquired appropriate professional behaviors via role modeling by faculty members. For example, Yost (1997) interviewed and reported how recently graduated teacher education students developed professional behaviors. The graduates shared how they learned ways to act professionally from the actions of their teachers and from educators in the schools where they interned. They frequently reported viewing faculty members in their intern schools as role models. The graduates recognized the impact that teachers had on classroom climates and shared instances of unprofessional interactions as well as displays of empathy and caring. Similarly, in their review of nursing research literature, Gillespie and McFetridge (2006) also found faculty members' role modeling to influence the development of graduates. In addition to faculty members who were competent and knowledgeable about the technical content of nursing, a curriculum that emphasized caring was found to be essential to the development of professional behavior of students.
In summary, research has shown that faculty members might influence students' behaviors and are viewed by students as role models for how professionals conduct themselves. However, few studies have reported how faculty members perceive their role in helping students to develop professional behaviors. This study is aimed at bridging this gap in the literature and providing a baseline assessment of how faculty members conceive their responsibilities in this aspect of their teaching practice. Before data collection began, we predicted that there would be a wide range of responses by faculty members regarding their roles in helping students develop professional behavior. We also anticipated that the majority of faculty members would report that they were influenced by administration and peers in their attendant responsibilities related to the development of professional behaviors in students. Finally, we predicted that faculty members' perceived involvement in developing student professional behavior would vary with respect to personal characteristics and area of teaching.
The questions guiding our research project were the following:
Is there a relationship between faculty members' perceptions of their role in developing
professional behavior in students and faculty members' age, gender, years of experience, academic rank, and academic discipline?
Do faculty members believe they attend to the development of professional behavior in students?

Do faculty members perceive that peers and administrators influence their beliefs regarding the development of professional behavior in students?
What professional behaviors do faculty members consider crucial for students to acquire?
Methodology
Participants
We submitted e-mail requests for participation in our study to the faculty members in our college of education, college of engineering, and nursing department. We had 34 College of Education participants, 24 College of Engineering participants, and 25 Department of Nursing participants reply and complete all of our surveys. The demographics and response rate by college/department are provided in Table 1 . 
Procedure and Measures
For our multidisciplinary investigation, we utilized mixed methods but relied primarily on quantitative data collection and reporting. In conducting this research, we recruited faculty members from a college of education, a college of engineering, and a nursing department within a large, public, metropolitan university. With appropriate support from administrators, we invited participation through an e-mail sent to all faculty members in each targeted college/department. The e-mailed invitation to participate provided faculty members with a description of our research and the address to our data collection web page. This web page contained three web based links. The first link was to our consent form, which provided additional information about our research to the responding faculty members. It also included a request for them to consent to participate-allowing us to use their data. The second link was to a Zoomerang-based brief demographic survey. The third link also directed the participants to a Zoomerang-based survey that we designed to assess faculty members' perceptions of their role in developing professional behaviors in students. Once the faculty members had completed the survey they were redirected to a thank you page again providing them with our contact information.
Based on a review of the extant literature and with particular attention to the work of Fink (2003a), we developed the items for our perceptions of professional behavior instruction survey. Our twenty question survey of faculty members' perceptions of their role in developing professional behavior in students contained eighteen forward and reversed phrased five point Likert scale items and two open response items to assess participants' perceptions regarding students' professional behaviors, support from university peers and administration, and their role in teaching professional behavior. Our Likert scale items asked participants to respond on a scale ranging from Strongly Disagree to Strongly Agree to statements such as Students are receptive to learning about professional behavior. Our two open-ended items asked participants to respond to What is your perceived role in teaching professional behavior? and Which professional behaviors are most crucial for students to learn before leaving higher education? Following the _____________________________________________________________________________ development of our survey based on the student professional behavior literature, we began to confirm the validity of our instrument by contacting several national experts with research agendas in the areas of student behavior with requests to review our instrument and provide us with feedback. We revised the survey according to feedback we received, which increased the instrument's clarity and research goal applicability. Once we made the modifications, we again contacted three experts in the field of student professional behavior to verify the construct and content validity of our instrument. Their feedback indicated that we had achieved acceptable levels of validity with our instrument. After establishing the validity of our instrument, we applied for and were granted authorization to conduct our research by the university institutional review board.
Once our data collection was complete, we downloaded the data from Zoomerang into Excel. The quantitative data were imported into SPSS, and the qualitative responses into InVivo. Within SPSS, we conditioned and coded the responses and calculated a composite score of the participants' perceptions in preparation for further analysis. Our qualitative data did not require additional treatment and were ready for coding upon importing it into MS Excel.
Results
e began our analysis by determining the reliability of our instrument. A Cronbach's alpha reliability calculation was performed and revealed to be .90, indicating a high level of instrument reliability. We also calculated the reliability for our three subscales. We calculated a Cronbach's alpha of .77 for the faculty member perceptions of their teaching professional behavior subscale, a Cronbach's alpha of .83 for faculty members' perceptions of administrative and peer support for teaching professional behavior, and Cronbach's alpha of .70 for faculty members' perceptions of student professional behaviors. Our analysis indicated that our instrument and corresponding subscales had moderate to high levels of reliability.
Our first research question asked: Is there a relationship between faculty members' perceptions of their role in developing professional behavior in students and faculty members' age, gender, years of experience, academic rank, and academic discipline? To answer this question, we conducted an ANOVA using gender, academic responsibility, academic discipline, and contract type as factors and the composite score for perception of professional behavior instruction as the dependent variable. This score was calculated by adding the degree of agreement faculty had with statements about their perceptions of their role in helping students develop professional behaviors. Examples of statements included, "It is my responsibility to inform students when they act in an unprofessional manner" and "Students seek my advice about professional behavior."
Our ANOVA analysis revealed a significant difference for full or part time employment, F(1, 81) = 14.98, p < .01, with full time faculty members responding with significantly higher scores, indicating the full time faculty felt they taught professional behavior much more than part time teachers. This finding was surprising due in part because the number of part time participants was quite small (N = 6), and a large difference was evident between the two groups-enough to produce a significant variation between part time and full time faculty. Further study is needed to support or refute this finding.
Our analysis also revealed a significant difference for discipline of instruction F(2, 80) = 4.41, p < .05, with our post-hoc analysis revealing nursing faculty members responding with significantly higher levels of agreement than engineering faculty members (p < .05). Thus, the nursing faculty perceived their role in helping students to develop professional behaviors to be much greater than did engineering faculty members. Put another way, nursing faculty indicated higher levels of commitment to developing professional behaviors in students when compared to W engineering faculty members. As for other variables, our analysis revealed no difference for academic responsibility or gender. From this analysis, we concluded that there was no relationship between these two variables and faculty members' perceptions of their role in developing professional behavior in students.
We concluded our quantitative analyses of our first research question by conducting a correlation analysis using years of post secondary instruction, age, and the composite score of faculty members' perceptions of their role in helping students to develop professional behaviors as variables. Our results revealed no correlation between faculty members' perceptions of their role and age or years of post-secondary teaching experience. Overall, our analysis indicated that full or part time employment and discipline were indicators and possible predictors of how faculty members perceived their role in helping students to develop professional behaviors.
Our second research question asked: Do faculty members believe they attend to the development of professional behavior in students? To answer this question, we calculated an average composite score using the items from the teaching of professional behavior subscale. The results indicated that faculty members responded with a value representative of slightly above agree with respect to their perceptions of teaching students professional behavior (M = 4.11, SD = .72). These results suggested that faculty members believed that they did teach students professional behaviors.
We continued to address our second research question by examining participants' responses to the open ended items, one of which asked What is your perceived role in teaching professional behavior? These data were coded using "model," "expectations," and "teach." Our results revealed 94% of our participants responded to this item. Nearly 60% of the participants answered that it was their responsibility to model professional behavior for their students. In addition, four faculty members focused on mentoring, and an additional four faculty members described acting as a guide. Approximately 15% of the participants indicated that setting and communicating expectations were important parts of teaching students professional behavior. Representative comments written by faculty members included, "It is my responsibility to role model professional behavior, to discuss expectations with the students, to point out professional behavior of others in the clinical setting and to allow students to participate in discussions of professional behavior" and "All faculty are mentors to future and/or current educators. Our standards emphasize the development of professional educators, thus we have the responsibility to not only teach subject matter, but also professional dispositions."
Interestingly, only about a third of our participants explicitly used the term "teach" in their responses regarding their professional behavior instructional roles. Overall, it appeared that the majority of faculty members did respond in a manner that indicated some level of responsibility to teach students professional behavior, but their comments suggested that the instruction happened implicitly and not explicitly. In other words, the data suggested that faculty members assumed that modeling professional behaviors was both sufficient and effective for teaching students professional behaviors.
Our third research question asked: Do faculty members perceive that peers and administrators influence their beliefs regarding the development of professional behavior in students? To answer this question, a composite score was calculated from faculty members' agreement to statements regarding peers and administrators. Statements in the survey associated with this question included: "I am supported by my peers to emphasize student professional behavior" and "My chair, dean, and the provost support my efforts to develop student professional behavior." The descriptive analysis results indicated that the faculty members responded on average between undecided and agree with respect to their perceptions of peer and administrative support for teaching professional behavior (M = 3.56, SD = .79). These results suggested that the educators were somewhat tentative in their perceptions of peer and _____________________________________________________________________________ administration support for teaching students professional behaviors and may have felt a lack of support by their superiors.
Our fourth research question asked: What professional behaviors do faculty members consider crucial for students to acquire? To answer this question, we examined participants' responses to the survey question that asked Which professional behaviors are most crucial for students to learn before leaving higher education? Using the ABET, NLN, and NCATE student professional development documents as guides, we coded responses using "communication," "ethics," "honesty," and "integrity." The results revealed that about 28% of the participants' responses emphasized communication as a crucial professional behavior. The following passage is representative of these responses, Communication, collaborative teamwork, conflict management. Approximately 11% of the participants included references to ethics, as represented by this passage, An understanding of the engineering professional code of ethics. Roughly, one third of the participants responded with "honesty" as a crucial student professional behavior. One response that included honesty also included Respect, teamwork, good manners/decorum. Our coding also revealed about one in six participants included integrity as a crucial professional behavior for students to learn. Other professional behavior terms that became apparent during data analysis included: teamwork, conflict resolution, diversity, and modeling. The majority of participants responded with listings of multiple professional behaviors that they deemed to be crucial for students to learn. Overall, the major themes that were found in our analysis included communication, respect for others, commitment/work ethic, and honesty.
Discussion
e set out to determine faculty members' perceptions of their role in developing professional behaviors in students. The results indicate a differential for level of perceived commitment to developing professional behaviors in students between full and part time faculty. This difference might be the result of a small sample size for part time faculty, but it might also be due to the nature of the interactions and relationships that the responding faculty members have with their university colleagues and students. It is speculative on our part, but full time faculty might be more committed to the development of professional behavior in students due to professional responsibilities that require them to establish closer relationships with their students and colleagues (in advisory roles, for example). Some of these responsibilities include a commitment to civility and professional behaviors, as well as a heightened awareness of student development issues. Accompanying this greater awareness is a commitment to promoting the professional behavior development of students. In other words, full time faculty might have a broader sense of professional expectations, a deeper understanding of academic program requirements related to professional behavior, and a concomitant commitment to the development of such behaviors in students. These suggestions reside outside the bounds of the reported data, but they offer a potential explanation of the difference. Further exploration of the reason for these differential responses between full and part time faculty would be an excellent direction for future research.
The differential scores between groups of faculty members was perhaps the most interesting outcome. The significantly higher scoring by nursing faculty over engineering faculty was not entirely unexpected given the nursing department's emphasis on professional behaviors in its curriculum. Since the nursing program explicitly addressed the teaching of professional behavior in its standard curriculum, it might have brought a greater level of awareness and sensitivity to these issues among the nursing faculty. Also, the service orientation of nursing may have raised awareness and levels of responsibility on the part of faculty to develop professional behaviors in students. W However, these possible explanatory factors (attention to professional behavior in the curriculum and the service orientation of the profession) for the difference between nursing faculty and engineering faculty do not account for the relative difference between nursing faculty and education faculty. Although education faculty members' survey response scores were somewhat higher than those of engineering faculty, they were not significantly different than engineering faculty. Thus there are seemingly other factors that influence faculty members' perception of their role in developing professional behavior in students, especially given the service orientation of the education profession and the specific attention to professional behaviors and dispositions in the college of education at the reporting institution. It might be, for example, that education faculty (particularly those associated with teacher education) deem the development of professional behaviors to be a discreet part of other coursework and fieldwork (particularly during the student teaching semester), whereas nursing faculty consider such development to be a core program element that pervades every course offering. Regardless, nursing faculty scores were higher than faculty members from other disciplines, and the difference between nursing faculty and education faculty, in particular, merits further exploration.
Given the variation in faculty responses regarding their perceived role in developing professional behavior in students, it was somewhat surprising that almost all faculty reported perceiving themselves as attending to such development in their classrooms. More surprising, though, was the lack of similarity in faculty responses related to the types of behaviors and traits that faculty think are crucial for students to develop in their programs of study. The responses given by faculty to these open-ended questions indicated a hodgepodge of behaviors and character traits that did not lend themselves to any coherent grouping or categorization. From the data, it is very difficult to identify an agreed-upon group of professional behaviors that are specific to an academic discipline. This finding was somewhat unexpected in light of the omnipresent accreditation board standards on professional behavior for each respective academic discipline in the study.
Similarly, faculty members' responses relating to how they attend to the development of professional behaviors was also unforeseen. Faculty beliefs about their role in developing professional behavior in students focused on passive and implicit approaches to instruction. For example, role modeling was the overwhelmingly preferred method, and there was little mention of any explicit or direct instruction as an approach to developing professional behaviors. We had expected to receive more nuance responses to this question that provided insight into the complexities of developing professional behavior in students, but most of the responses suggested that modeling professional behaviors for students was the extent of faculty members' attention to such development in their work with students. Thus the data indicate that faculty in all three academic disciplines believe they should have some role in developing professional behavior in students, and they believe that they attend to such development in their classrooms, but they rely almost solely on some form of role modeling to meet this purported objective. Considering the explanations of role and approach, it seems possible that faculty put forward passive and implicit approaches to developing professional behaviors because they do not attend to such development in any concrete way in their course offerings or program delivery. Furthermore, they might have rudimentary understandings of how such development occurs and how students acquire such behaviors.
Finally, it was interesting that faculty members were tentative in their perceptions of peer and administration support for developing professional behaviors in students. Because there were not qualitative questions and answers regarding support from others, we did not have a clear understanding of faculty members' beliefs in this area, but we wonder whether a less than complex understanding of the development of professional behaviors might inhibit faculty members from talking about this topic with their colleagues. Moreover, the development of _____________________________________________________________________________ professional behaviors in students does not appear to be a primary focus of administrators in any of the academic disciplines in this study.
Suggestions for Practice
ven though all faculty members may not have perceived themselves to be teaching professional behavior directly, it seems reasonable to assume that it was or at least should be something done by faculty members. The ability to develop students who act in a professional manner is more than just the interest and responsibility of faculty in classrooms. Developing students' professional behavior needs to be supported by administrators and student affairs personnel. This support can be accomplished in several ways. From the study results, it would seem that full time and part time faculty members need guidance in defining their role in assisting student professional behavior development. Student affairs personnel may serve as important mentors to educators on how to go beyond instruction related to disciplinary knowledge and skills and move toward the development of the entire student. By going beyond instruction, "powerful partnerships" can be developed between academic and student affairs members (American College Personnel Association & National Association of Student Personnel Administrators, 2004) .
Furthermore, these partnerships can assist faculty members in promoting other activities that assist in student development. These may include service learning opportunities where students can see people acting as professionals. Student affairs personnel can also promote the development and ongoing success of faculty in residence programs and the scheduling of classes or at least office hours in the residential halls (Cabrera et al., 2002) . In living learning environments, students and faculty have greater opportunities to communicate about professional behaviors and other topics that can promote student development. Thus, it would seem reasonable to suggest that collaboration between administrators, student affairs personnel, and faculty members is a necessary first step if greater emphasis is to be placed on helping students to develop professional behaviors.
Limitations and Future Research
here are several limitations to this study. One was the use of survey methods that focused on faculty members' perceptions of professional behavior. Certainly, a greater depth of understanding of what it is to act professionally would have been gathered from a qualitative study where faculty members could provide more detailed answers. Such a study might also include developing insight regarding whether professional behaviors are only displayed while students are in the classroom or if they continue to be evident once students leave the campus. It is arguable that students not only be taught how to act in a value driven manner when at work or in the classroom but also in every aspect of their lives (Mentkowski, 2000) , while still acknowledging that all professionals adopt a moral cant or pose-particularly teachers in classrooms (Goffman, 1959 ; see also Osguthorpe, 2009) .
Studying how students believe they do or do not learn about professional behavior from faculty members and student affairs personnel would be valuable research to conduct. Previous research has shown that students are aware of faculty members' unprofessional behavior (Szauter et al., 2003) . One wonders how actions by faculty members influence students' development of professional behaviors and how the views of students, administrators, and faculty members differ regarding what is professional behavior.
Other limitations are the small sample size and the use of participants drawn from only three areas of the same university. Future research should include a larger sample from a greater E T number of areas of study. In addition, including faculty members from a variety of different institutions would be beneficial. Furthermore, we hope that future research would focus on developing a deeper understanding of faculty members' perceived and actual roles in professional student development. Going beyond purely descriptive research, a future interventional study could provide faculty with inservice education about improving student professional development through actively working with students. Studying faculty and student response to this educational opportunity would be worthwhile.
Finally, future research should also move beyond the role of faculty members in student professional development. Additional work should look at the influence student affairs personnel and administrators have on the development of student professional behaviors. Research might focus on finding effective programs that assist in promoting students to take on ethical values and behaviors.
Implications of this Study and Conclusions
ur research helps inform student affairs personnel, faculty, and administrators by providing a better understanding of faculty members' perceived roles in student professional behavior education. This information may be used to prepare faculty members to teach effectively this challenging topic to their students. We envision that through better understanding of these issues that faculty members and administrators will take more active roles in assuring that students receive the professional behavior education they need to be competent and effective professionals. We hope that with time and attention to this important issue, faculty members and others who work in higher education will have a clear understanding of their role in developing student professional behavior.
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